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The purpose of this study was to investigate a selected 
group of Black fifth grade male students' perceptions of 
their self-concepts. 
The sample was 40 Black fifth grade male students. 
Each participant filled out and returned a Personal Data 
Sheet and Dimensions of Self-Concept Survey. Results were 
reported using frequency analyses, percentages, and means. 
The study hypothesis was Black male fifth grade stu¬ 
dents will have a negative perception of their self-concept. 
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This hypothesis was rejected. 
The counselor is a consultant to teacher and inservice 
self-concept developmental programs. His services are useful 
in organizational leadership roles and male mentors pro¬ 
grams. Strong community organizational involvements are 
recommended for the Black male students' enhancement of 
their self-concept. 
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The perceptions people have about themselves generally 
determine their feelings of self-worth. We develop our 
perceptions gradually as we grow physically, mentally, and 
psychologically. We move through these phases progressively 
and somewhat unconsciously. A kind of integration among the 
effects of these developmental process impacts our general 
behavior. This enables us to promote points of view and 
provide a base for our responses to various stimuli we 
encounter as we interact with our environment. 
The building of a positive self-concept and self-esteem 
is important to the development of young Black males. Their 
self-confidence, social competence, and academic achievement 
are enhanced with a positive self-concept and self-esteem. 
Their sense of control, through their conscious thoughts of 
self, simply says that they feel good about themselves to 
the degree that they feel they're in control of their lives. 
This sense of control will determine what they will do with 
their lives and the types of lifestyles they will adopt for 
themselves. 
The writer believes the ethical standards we use to 
guide our behavior are based on, or significantly influenced 
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by, our self-concepts and self-esteems. The levels of our 
quality of living are largely determined by how we view 
ourselves. This point of view seems especially pleasurable 
when we have choices of ways of behaving in various situa¬ 
tions . 
The general feeling is negative toward the quality of 
Black male youth’s behavior. This could be caused, in part, 
by exposure to negative forces in the homes specifically and 
neighborhood generally in which these Black youth are 
reared. The general social climate may be negative and non- 
conducive to the development of the positive self-concept 
and self-esteem early in the lives of these young Black 
males. Such forces as impoverishment, pessimism about the 
probability of improvement, and remaining locked in a 
poverty cycle from generation to generation can create an 
atmosphere in which negative self-concepts and self-esteem 
can be developed. 
The writer has observed negative attitudes, especially 
in young Black males, toward their growing up and becoming 
significant members of their society. It seems that they 
learn early that they cannot expect to improve the quality 
of life their parents, grandparents, and neighbors have 
lived; and, consequently, these youth develop low levels of 
expectation and, in some cases, negative attitudes toward 
life generally. 
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Two Essential Sources of Help 
The two basic sources of help, for Black male youths to 
improve their self-concept and self-esteem, are the home and 
school. The home provides the initial and perhaps the most 
important sources of social orientation for the child. Many 
homes may be without both parents; and, if both parents are 
present, the relationship between them may be very bad. 
Typically, Black families are rated very low in economic 
level, socio-economic status, educational level of achieve¬ 
ment, home environment, and quality of living. While these 
conditions have negative effects on all family members, they 
may have very strong effects on young Black males' self- 
concepts and self-esteems especially when they have been 
taught that males are the dominant members of our society. 
It is generally felt that young Black males enter the 
school system with more deficiencies than any other group. 
Because these deficiencies occur during optimum growth 
periods, the impacts have very serious effects that can 
become permanent or certainly long-lasting. 
The early detection of feelings of inferiority, low 
self-concept, and self-esteem, on the part of young Black 
males, is easier to overcome if such information is made 
available to professional personnel in the helping fields. 
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Statement of the Problem 
The problem was to investigate a selected group of 
Black fifth grade male students' perceptions of their self- 
concepts . 
Need for the Study 
The need for this study is quite obvious. Preventative 
strategies can be developed to help young Black males im¬ 
prove their self-image and self-esteem if adequate informa¬ 
tion is available early enough to be used in purposefully 
planning programs and activities. Carefully planned strate¬ 
gies can be used effectively, to influence young people's 
perceptions of themselves, if young men are exposed to 
positive forces in their environment. 
Purpose of the Study 
The purpose of this study was to investigate a select 
group of young Black male fifth grade students' perceptions 
of their self-concepts. 
Hypothesis 
In the implementation of this study, the writer devel¬ 
oped the following hypothesis. The young Black male fifth 




The limitations under which the study was conducted, 
were those listed below. 
1. The participants were e-xpected to respond to the 
items in the instruments honestly. However, the 
influence of feelings the respondents were exper¬ 
iencing, or the time of the investigation, may have 
influenced their perceptions of themselves. 
2. The participants’ experiential backgrounds may have 
been used as frames of reference for focusing their 
thoughts as they reacted to the items in the instru¬ 
ment . 
3. The presence of the researcher may have influenced 
some feelings among the respondents, especially in 
cases where the parents were separated or where no 
father had ever been present in the home. 
Definition of Terms 
In this study, the significant terms will have the 
definitions listed below. 
Positive self-concept: the positive appraisal or evalu¬ 
ation a person has of himself or herself (Martin, 1972). Ac¬ 
cording to Martin (1972), the Black male preadolescent with 
a positive self-concept, is more likely to succeed academi¬ 
cally. Further, the student's level of aspiration is influ¬ 
enced by self-concept and academic achievements. 
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Negative self-concept: the negative appraisal or evalu 
ation a person has of himself or herself (Quandt and 
Selznick, 1984). Often researchers who agree on this point 
have believed that persons with negative self-concepts per¬ 
ceive the self as incapable of performing at normal levels. 
Researchers also have suggested that this negative self- 
concept may be influenced through significant others based 
on the experiences they have had with these significant 
persons. 
Level of aspiration: those behavior patterns that 
portray achievement levels and academic activities consis¬ 
tent with students' perceptions of their scholastic potenti 
alities (Michael and Smith, 1989). 
Academic interest and satisfaction: the degree of in¬ 
trinsic motivation involving love of learning for its own 
sake that is gained by students in doing academic work and 
in studying new subject matter (Michael and Smith, 1989). 
Identification vs. alienation: the extent to which a 
student feels accepted by the academic community and re¬ 
spected by teachers and peers for his or her own personal 
worth and integrity as opposed to feeling isolated or re¬ 
jected by the academic environment (Michael and Smith, 
1989) . 
Anxiety: reflects behavior pattern and perceptions 
associated with emotional instability, lack of objectivity 
and heightened or exaggerated concern about tests and pre- 
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serving self-esteem in relation to academic performance 
(Michael and Smith, 1989) . 
Leadership and initiative: represents those behavior 
patterns and perceptions that are associated with star-like 
qualities, as when a student demonstrates mastery of knowl¬ 
edge and willingness and ability to help and give guidance 
to others, and takes pride without display of conceit in the 




REVIEW OF RELATED LITERATURE 
This chapter includes a review of literature and relat¬ 
ed research that was focused only on the Black male 
students' self-concepts in elementary and junior high school 
settings. 
This review of literature describes the effects of 
positive self-concept and negative self-concepts which may 
enhance or impede the Black preadolescent male students' 
progress in school. 
Review of Literature 
There is an increasing amount of evidence supporting 
the theory that there is a positive correlation between 
self-concept and academic achievement. Black preadolescent 
male students, with positive self-concepts, are more likely 
to be successful in school (Bell and Ward, 1989). According 
to Martin (1972) the Black male preadolescent, with a posi¬ 
tive self-concept, has a better chance to succeed in school. 
Paul and Fischer (1980) also supported the position that 
Black preadolescent males, with positive self-concepts, may 
achieve more in school. I.L. Toldson and Pasteur (1975) 
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suggested that the Black male preadolescent must have his 
own positive image projected of himself and those like him 
if he is going to be able to appreciate other Blacks and 
develop a positive self-concept. 
According to Quandt and Selznick (1984), Black preado¬ 
lescent males with negative self-concepts perceive the self 
as incapable of performing at normal levels. According to 
Bridges (1986), the dynamic of human development are somehow 
programmed to produce negative self-concepts for Black 
preadolescent males. For example, Black preadolescent male 
fifth graders' tests' of academic achievement have generally 
been lower than their White peers. 
The Development of the Self-Concept in Black Males 
Black males self-concepts have been defined as their 
individual perceptions, conscious thoughts, and opinions of 
themselves. Their self-concepts are evidenced by a develop¬ 
ing awareness of who and what they are. They describe what 
they see when they look at themselves in terms of their 
self-perceived physical characteristics, personality, 
skills, traits, roles, and social statuses (Hodgson and 
Fischer, 1978). 
The Black male's self-concept is multifaceted. It is his 
sense of body self, cognitive self, social self, and self¬ 
esteem (Silvernail, 1981). For example, a Black male can 
perceive the self in different roles, such as a child, 
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student or parent with different physical and mental abili¬ 
ties and limitations for each age, stage and role. 
All of these sub-components of the Black male's self 
are combined to form the general self-concept. The Black 
male's self-esteem is considered to be the valuative dimen¬ 
sion of his self-concept. While his self-concept describes 
his perceptions, his self-esteem evaluates these percep¬ 
tions . 
The Development of Self-Esteem in Black Males 
The Black male's self-esteem is the value he places upon 
the various dimensions of his general self-concept (Rice, 
1987). The level of self-esteem influences mental health or 
interpersonal competence and social adjustments, progress in 
school, and vocational aspirations of the Black male. The 
Black male's self-esteem is believed to develop later than 
self-concept, which may explain why parents are very impor¬ 
tant to the development of the Black male's self-concept. 
How Parents Influence A Black Males Self-Esteem and Self- 
Concept 
Parents have the greatest influences on the Black 
male's self-esteem and self-concept (Purser and Windell, 
1987). Through expectations, guidance, discipline, love and 
acceptance, mothers and fathers can assist their Black male 
sons to have either a low or high self-esteem and self-concept. 
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Unconditional love may be the first requirement of 
parents as they influence their male children's opinions of 
themselves. Black males, who are loved and appreciated for 
themselves, regardless of their particular behaviors or 
actions, may have the greatest chance of developing high 
self-esteem and self-concepts. On the other hand, Black 
males, who are loved only for good behavior, compliance, 
appearance, or how they make their parents look good, may 
not learn to appreciate themselves for who they are. 
Preadolescence occurs at the age of nine through 13 
years (Kunjufu, 1990). The Black male preadolescent's mater¬ 
nal and paternal relationships are important because the 
parents are role models with whom Black male preadolescent 
identify. A healthy ego identity is developed through warm 
concern and interest on the part of parents (Adams, 1977). 
The Black male preadolescent student's positive self- 
concept is developed by parents who are supportive, show 
approval, and nurture him. The development of a positive 
self-concept is important for Black male preadolescents’ 
interpersonal competence and social adjustment (Chassin and 
Young, 1981). 
Interpersonal Competence, Social Adjustment, and Self- 
Concept of the Black Male Preadolescents 
Interpersonal competence and social adjustment are 
related to self-concept. Black male preadolescents, with 
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poor self-concepts, are often rejected by their peers. High 
self-concepts are related to being accepted by self and 
others (Griffin, Chassin, & Young 1981). Poor social adjust¬ 
ment is related to low self-concept which may manifest 
itself into low self-esteem in preadolescents. If a Black 
male preadolescent's self-concept is low, it will probably 
affect his school progress. 
Community programs should be developed to project 
positive concerns for the public schools and achievements of 
Black male students. It should be emphasized that Black male 
students are capable of good behavior and they are not 
necessarily trouble makers. Opportunities should be provided 
to assist Black male students in improving their academic 
success, self esteem, and self-concept (Austin and Rolle, 
1990). 
Black male students should be given opportunities to 
participate in a Mentor's Program developed and implemented 
by school officials and leaders. These mentors may come from 
the black community and should be considered role models. 
Hopefully, through these mentors and mentees relationships, 
the Black male students will develop a positive self-con¬ 
cept . 
The effects of Perceptions of Manhood on some Black Males 
According to Austin and Rolle 1990, some males: 
1. Feel that manhood is how much pain one can 
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inflict on another person. 
2. Have the feeling that they should impregnate girls and 
not get married. 
3. Want to see how much pot they can smoke. 
4. Want to see how many pills they can drop and how much 
wine they can drink. 
5. Want to see how many times they can go to jail and come 
out unrehabiltated. 
6. Are preoccupied with what kind of clothes they wear. 
7. Are obsessed with how much money they can have. 
8. Are concerned about what kind of car they can drive. 
9. Have low image. 
10. Lack a positive image. 
11. Fail to see the value of the educational process. 
12. Lack self-motivation to achieve academically. 
13. Fail to see the value of academic preparation. 
If Black males have these perceptions of manhood, these 
perceptions may contribute to their becoming an endangered 
species. 
Black Males As An Endangered Species 
Black males may be rapidly becoming an endangered 
species because of their perceptions of manhood. 
This phenomenon is being discussed in many circles. Some 
authors have argued, with good reasons, that social factors 
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contribute to Black males becoming a population at risk 
(Johnson, 1983; Gibbs, 1988). These factors include: 
1. Over-representation of Black males in prisons (42 
percent of inmate population). 
2. Discriminatory judicial practices and a lack of 
adequate legal representation. 
3. Poor education. 
4. Unemployment (28 to 30 percent among Black men, up 
to 48 percent among Black youth). 
5. Inadequate health care. 
Influence of Black Males Self-Concept on Achievement 
The Black males self-concept is a variable that, un¬ 
doubtedly, influences his achievement aspirations (White and 
Parham, 1990). Exactly how the self-concept impacts achieve¬ 
ment aspirations offers debatable answers. 
Psychologists and sociologists have argued that self- 
concept is in direct relationship to how a person thinks and 
how others perceive him or her (White and Parham, 1990) . 
Therefore, a person in our society validates his or her 
self-concept through the evaluations of significant others. 
If this notion of necessary external validation is 
accurate, it seems reasonable to assume that the achievement 
aspiration of most Black male preadolescents would be influ¬ 
enced by significant others. Some teachers may be the sig¬ 
nificant others in the Black preadolescent male students' 
14 
lives which may affect their academic achievement and self- 
concepts (White and Parham, 1990). 
Teachers Influences on Black Male Students Self-Concepts 
The important roles of teachers, in fostering high 
self-concept in Black male students, are well documented 
(Purser and Windell,1987). The success of Black males in 
school is almost always dependent on high self-concepts and 
positive self-worth. 
For Black males to achieve at an optimal level, it is 
important that teachers treat them with respect, show praise 
for success and accomplishments and assist them in finding 
the talent inside of them. When Black males feel they be¬ 
long, are special and teachers like them, they are more 
likely to be motivated to achieve at higher levels. 
Eighty-three percent of all elementary teachers are 
females. Black males probably attend elementary school for 
nine years (K-8) and may encounter a maximum of two male 
teachers and possibly none (Kunjufu, 1986) . Black males may 
need more Black male role models in classrooms in order to 
develop more positive self-concepts. 
School officials are encouraged to hire more Black male 
teachers, counselors, and administrators to work with their 
young Black male students. Their identification with these 
and other Black male role models should improve their self- 
concepts . 
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Black Preadolescent Males Achievements and Self-Concept 
The negative reactions of some teachers in elementary 
schools to preadolescent Black males' behavior may cause 
them to discriminate against these preadolescents. Black 
preadolescent males, age nine through 13 years (Kunjufu, 
1990)," are often given lower grades, criticized more, more 
likely to be diagnosed as mentally retarded, and more likely 
to be placed in a special education class" (Austin and 
Rolle, 1990, p. 2). 
Black children constitute 17 percent of the total 
student population. Of this total, they comprise 41 percent 
of all Special Education placement, primarily EMR (Emotional 
Mentally Retarded) and BD (Behavior Disordered). Black males 
constitute 85 percent of this total. Young Black males are 
given more suspensions, expulsions, and corporal punishment 
(Kunjufu, 1986). 
According to Patton (1981), elementary and secondary 
educational experiences have especially negatively affected 
the achievements and self-concepts of Black males. Negative 
school experiences for Black preadolescent male students, 
are mutually reinforcing. One negative experience may lead 
to another. As these experiences accumulate, the Black 
preadolescent male student may increasingly come to believe 
that school is not for him (Wheelock, 1986). Eventually, the 
combination of concrete problems, the students perceptions 
16 
about themselves and their potential for success at school 
may result in their dropping out of school. 
The Need to Improve the Self-Concepts and Self-Esteem of the 
Black Males 
In order for the Black males to have a better chance in 
succeeding in life, parents, teachers, and other significant 
people should insure that Black males develop positive self- 
concepts and self-esteem. They can influence Black males' 
perceptions of themselves in positive ways as opposed to the 
negative ones mention earlier. These significant persons can 
possibly reduce these Black males' chances of becoming an 
endangered species and assist them in academic achievements 
with their encouragement of positive self-concepts and self¬ 
esteem . 
Summary 
In summary, Black males self-concepts are their percep¬ 
tions, conscious thoughts, and opinions of themselves. Their 
self-concepts are multifaceted. Black male parents are very 
instrumental in the development of their Black males' self- 
concepts. Black males self-concepts are important to their 
interpersonal competence and social adjustment. Neverthe¬ 
less, some Black male students have negative experiences at 
the elementary and secondary education levels which affect 
their self-concepts negatively (Patton, 1981). 
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Black preadolescent male students need advocates and 
more Black male role models to help articulate their feel¬ 
ings and concerns regarding education. These negative expe¬ 
riences affect their educational achievements and self- 
concepts. It is hoped that this study will provide some in¬ 
sight into how to enhance Black preadolescent male students' 
self-concepts in school settings. 
The fifth grade level was selected because it is the 
transitional grade to junior high school. Also, most of the 
literature and related research found was with the fifth 
grade class. 
This study was important for several reasons. First, 
Black males lag in the development of positive self-concepts 
and in other key growth areas (Parham and McDavis, (1987). 
Secondly, Black male students are considered to be the most 
"at risk" at the elementary level; and, socially speaking, 
one might refer to them as an "endangered species" (Warfield 
and Marion, 1985). 
Research has shown that being Black and male affected 
the teacher's behavior toward students (Larsen, 1975). 
Larsen (1975), also has reported that sex and race are 
strong determinants of the expectations that teachers held 
of Black male preadolescent students. 
The researcher found little literature that directly 
described the perceptions of the Black preadolescent male 
student's self-concept. However, the literature review 
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suggested that a positive self-concept was important for 
Black preadolescent male's success in school and negative 
self-concept would impede this progress. 
Review of Related Research 
The review of related research for the elementary level 
was very limited. However, there were several studies at the 
junior high level that were related to Black preadolescent 
male students. The following research studies are related to 
Black preadolescent male students’ self-concept in elementa¬ 
ry and junior high school settings. 
Elementary Self-Concept Studies 
A study by Burbach, Harold, and Bridgemen (1976) dealt 
with comparative data on the empirical structure of Black- 
White self-concepts. The purpose of this investigation was 
to compare the factorial structure of the Coppersmith Self- 
Esteem Inventory (CSEI) across groups of Black and White 
fifth grade students. 
The research sample for this study was drawn from two 
public elementary schools located in separate urban areas in 
the state of Virginia. In the spring of 1973, the CSEI was 
administered to all members of the fifth grade classes in 
both of these schools. The CSEI is a 58-item self report 
inventory. 
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The Coopersmith Self-Esteem Inventory analysis was 
aimed at identifying the most meaningful dimensions of the 
scale data from the Black and White sub samples. The CSEI 
dimensions are attitudes toward the self in social, academ¬ 
ic, and personal contexts. Out of approximately 288 stu¬ 
dents who were asked to participate in the study, 274 com¬ 
pleted the instruments that were usable for analysis. Subdi¬ 
vided by race, the sample consisted of 168 Blacks and 106 
White students. 
The findings of this investigation supported the view 
that there are racial differences in the reported 
self-attitudes of fifth grade children. Some clues were 
offered as to the nature of these differences. Not only were 
there differences in the number of factors needed for a 
complete interpretation of the two sets of data, but the 
factors delineated revealed racially distinct patterns of 
responses for the two groups. The Black children were char¬ 
acterized more by positive and negative statements about 
self and those of the White children were influenced more by 
their environment such as the home and school. These data 
pointed to racial differences in concepts of the self. It 
should also be noted that these distinctions were not that 
sharply defined. 
Johnson (1982) examined the structure of the self- 
concept among inner-city children in a combined group con¬ 
sisting of both Black and White students. The purpose of 
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this study was to validate a model for the measurement of 
self-concept among inner-city children. Such a model would 
be useful in assessing the effectiveness of various programs 
to change the learning environment; and, consequently, in¬ 
crease student motivation for academic achievement. 
The sample consisted of 405 fifth and sixth grade chil¬ 
dren from an elementary school in a large southern city. The 
school had a ratio of approximately 60 percent Black to 40 
percent White pupils. 
A modified Self-Appraisal Inventory (SAI-R) was admin¬ 
istered to all the children by the reading specialist as¬ 
signed to the school. The SAI-R is an inventory that mea¬ 
sures self-concept in a school setting. It consists of 64 
items grouped into six sub-scales and four unsealed items. 
They are described as follows: Peer-Positive relationships 
(P); Family-Positive relationships (F); School-Feelings of 
academic competence (S); General-Positive self description 
(G); General-Denial of negative feelings (N); and School- 
Enjoyment of the classroom situation (C) . 
The results supported the similarity in structure of 
self-concept between the sample in this study and the sample 
on which the SAI-R was standardized. It, thus, seems reason¬ 
able to conclude that these six basic factors were important 
dimensions for Black and White students self-concepts in a 
school setting. They were: Positive peer relationships; 
positive family relationships; feeling of academic compe- 
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tence; positive self description; denial of negative feel¬ 
ings; and enjoyment of the classroom situation. 
Summary 
In summary, this researcher only looked at research 
studies that were related to Black preadolescent male stu¬ 
dents self-concepts. The researcher found limited research 
studies that directly described the Black preadolescent male 
students self-concept. 
The studies by Burbach, Harold and Bridgemen (1976) and 
Johnson (1982) were the only studies found that were related 
to Black preadolescent male students self-concept. However, 
these studies did not describe their self-concept in detail. 
Therefore, a research need existed for the description of 
the self-concepts of Black preadolescent male students. 
Junior High Self-Concept Studies 
Rosenthal (1971) conducted a longitudinal study of 
individual differences among Black teenage males. The pur¬ 
pose of the study was to compare the individual differences 
of Black teenage males from low income families in two 
junior high schools, grades 7 and 9 in a Black community in 
Boston. 
The study was based on lengthy open-ended interviews. 
The interviews focused on the interactions of family back¬ 
ground variables; aspects of self-concept; racial identity; 
22 
relationship with peers; attitudes; aspirations; experiences 
relevant to school; Intelligence Quotient tests; and future 
life plans. 
Rosenthal's findings were: (1) an association of demo¬ 
graphic characteristics of the mother with masculine identi¬ 
fication; (2) self-concept seemed to be significantly relat¬ 
ed to variables such as the lack of ability or desire for 
change; and (3) first job choices were related to aspiration 
rather than real expectations. 
A study by Brown (1984) involved group work with low- 
income Black male youths. The purpose of his study was to 
test the use of small group intervention sessions for the 
improvement of the self-concept of Black junior high school 
males. 
Brown (1984) recommended, from this study, that small 
groups be used as means of intervention in the public 
schools to reach a large number of Black male youths. Small 
group counseling can be used in enhancing the self-concepts 
of Black males in a school setting. 
A study by Verna and Runion (1985) was designed to 
examine the self-concepts of students from high and low 
socially valued groups who were bused to a culturally dif¬ 
ferent school setting. 
The sample was 315 seventh and eighth grade Black and 
White males and females. Of this group, 54 students were 
bused to a school where their group was in the minority. The 
23 
remaining students stayed in the school where their group 
was in the majority. 
Results supported the theory that when Black students 
are bused to a White school, their self-concepts will tend 
to become lower. Change in self-concepts was also related 
to the sex of the student. Females self-concepts tend to be 
lower than males. 
A study by Jacobowitz (1983) was designed to measure 
the factors relevant to science career preferences of Black 
eighth grade students. Self-concept was one of the factors. 
The sample consisted of 113 Black males and 148 Black fe¬ 
males in an inner-city junior high school. 
The Science Career Preference Scale, the Peabody 
Picture Vocabulary Test, and the Self-Concept of Ability 
Scale (Form B-Science) were administered to all the stu¬ 
dents. Mathematics and science grades were obtained from 
class rating sheets. Treatment of the data involved multiple 
regression analysis employing a hierarchial model. 
Findings suggested that early adolescent science career 
preferences are related more to interests consistent with 
sex-roles. For example, girls selected the nurse and males 
selected the doctor career preferences respectively. 
Furthermore, Jacobowitz’s (1983) study showed that, of all 
the independent variables, sex was the strongest predictor 
of science career preferences. 
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Alston and Williams (1983) investigated the relation¬ 
ship of adolescent Black boys self-concepts with the fathers 
absence from the home. The purposes of this study were two¬ 
fold: (1) to determine the relationship between the fathers 
absence from the homes and the self-concepts of Black ado¬ 
lescent boys'; and (2) to determine the relationship of the 
self-concepts of these adolescents to their socioeconomic 
status (SES) and grade point averages (GPA). 
The sample comprised of 35 randomly selected Black 
adolescent boys residing in Tallahassee, Florida. Twenty-one 
were from homes in which fathers were present (Group A) and 
fourteen (14) from homes in which fathers were absent (Group 
B). All were in the ninth grade and came from low socio¬ 
economic backgrounds. Further, they had a mean Grade of "C" 
and mean chronological age was fourteen years. 
The Self-Appraisal Inventory Intermediate Level for 
grade nine was used to assess subjects self-concepts. This 
version of the SAI consisted of four categories with twenty 
items under each category. The categories were: The Family 
category (self-esteem associated with family interactions); 
The Peer category (self-esteem associated with peer interac¬ 
tions); The Scholastic category (self-esteem derived from 
success or failure in scholastic endeavors); and the Gener¬ 
al category (a comprehensive estimate of how the self is 
esteemed) . Respondents chose the item which they felt best 
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reflected how they perceived themselves across the four 
categories. 
The Personal Background Data Sheet consisted of demo¬ 
graphic items such as name, age, birthdate, family size, 
living or not living with father, parental income level, and 
grade point average. Grade point average was double-checked 
by the researchers by referring to the students cumulative 
folders and checking them against the respondents reports. 
The findings were as follows. The adolescent boys, 
whose fathers were absent, had significantly lower self-con¬ 
cept than the adolescent boys whose fathers were present. 
Also, high GPAs and low GPAs were significantly related to 
self-concepts. Consequently, high GPAs were generally 
matched with high self-concepts while low GPAs were gener¬ 
ally matched with low self-concepts. However, there was no 
statistically significant correlation between levels of 
self-concept and socioeconomic status (SES) of the subjects. 
A study by Ford (1985) investigated the self-concept 
and perception of the school atmosphere. The Black adoles¬ 
cent students' perceptions of the school atmosphere were 
measured by their perceptions of the school environment and 
enthusiasm for school. 
The purpose of this study was to (1) assess the self- 
concept and perception of the school atmosphere of Black 
junior high school students in an urban setting; (2) assess 
differences in self-concept and perception of school atmo- 
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sphere between Black male and female subjects; and (3) to 
determine if there was a difference between low and high 
self-concept subjects and the way they perceived the school 
setting. 
The sample consisted of 98 ninth grade Black students 
enrolled in two inner city junior high schools located in 
low and moderate income neighborhoods. The age range of the 
subjects was from fourteen to seventeen years with half of 
the subjects falling in the fifteen year age group. All of 
the subjects were Black and there were 53 males and 45 
females. 
The instruments used in this study were the Self-Obser- 
vation Scales (SOS) and the School Atmosphere Questionnaire. 
The Self-Observation Scale (Katzenmeyer and Stenner, 1980) 
is a group administered measure of the way adolescents 
perceive themselves and their relationships to peers, teach¬ 
ers, and school. This instrument was used to measure self- 
concept. This scale assessed seven dimensions of self-con¬ 
cept: Self-acceptance, self-security, social confidence, 
self-assertion, peer affiliation, teacher affiliation and 
school affiliation. 
The School Atmosphere Questionnaire (Hoffmiester, 
1982) was used to measure the subjects' perceptions of the 
school environment. This instrument contained three dimen¬ 
sions of the school atmosphere. They were: enthusiasm for 
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school, school acceptance-understanding and school dynamism- 
enthusiasm . 
Results showed that the subjects low and high in self¬ 
acceptance differed significantly in their enthusiasm for 
school and school acceptance by their peers. Similar differ¬ 
ences were found between the subjects high and low in self¬ 
security (security with peers and in the classroom) and 
school affiliation (students identification with the 
school). 
Males were found to be higher in self-acceptance, self¬ 
security, and self-assertion as compared to females. Howev¬ 
er, females scored higher in social confidence, peer affili¬ 
ation, and teacher affiliation as compared to males. Over¬ 
all, subjects were found to have high self-concept levels, 
in contrast to the stereotype that inner-city Black youths 
have negative self-concepts (Ford, 1985). 
Summary 
The self-concepts of the Black male students appeared 
to be significantly related to variables such as the lack of 
ability or the desire for change for seventh and ninth 
graders (Rosenthal, 1971). The self-concepts of Black males 
decreased when they were bused to a school where they were 
in the minority population (Verna and Runion, 1985). 
Results of Alston and Williams (1983) have shown that 
boys with fathers present in the homes had higher self-con- 
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cepts and GPA's than those boys where the fathers were 
absent from the homes. Fathers' absences were related to 
lower self-concepts and GPAs for junior high school boys. 
The results of Rosenthal (1971), Brown (1984), Verna 
and Runion (1985), Jacobowitz (1983), Ford (1985), Alston 
and Williams (1983) studies provided good information for 
junior high Black male students' self-concepts. However, it 
is not known what the results would be for preadolescent 
Black male students. Therefore, a research need exists for 
the description of the self-concept of Black preadolescent 
male students. 
Purpose of the Study 
The purpose of this study was to investigate a selected 
group of Black fifth grade male students' perceptions of 
their self-concepts. Self-concept is a variable that has 
been identified to influence achievement aspirations of most 
preadolescent students.Need for the Study 
One hears about youth at risk from many sources. This 
risk may be reduced significantly if these Black males can 
be identified at sufficiently early enough levels in their 
developmental processes. This would allow persons in the 
helping professions to begin therapeutic services as early 
as possible for these Black males. The improvement of the 
self-concept and self-esteem levels of these males could be 
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quite significant in improving the quality of life for these 
youths specifically and the Black families generally. 
This study needed to be conducted because there was 
some literature and related research concerning the Black 
fifth grade male students' self-concepts; however, no stud¬ 
ies found by the researcher, described their perception of 
their self-concepts in detailed. The junior high school 
studies provided some information about the Black adolescent 
male students' self-concepts; nonetheless, these studies 
were about an older age group. This study revealed the 
selected group of Black fifth grade male students' percep¬ 




The descriptive survey research technique was used to 
get the information needed to complete this study. 
Site 
This study was conducted in a large metropolitan city 
in the southeastern section of the U.S. The population of 
this site is estimated to be approximately 500,000 and the 
metropolitan area approximately 2,000,000. The population of 
the city consists of 55% Black and the remaining 45% con¬ 
sists of non-Blacks. There are approximately 100,000 stu¬ 
dents enrolled in the Public School System. Approximately 
90% of the public school enrollment consists of Black stu¬ 
dents . 
The setting for this study, was an elementary school 
serving a low socioeconomic area, namely, public housing, 
with approximately 500 students enrolled. The majority was 
Black. This setting was selected because of the availability 
of the type of subjects who provided the information needed 
to complete this study. 
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The Subject Pool 
The subject pool consisted of all Black males enrolled 
in the fifth grade at the school chosen. Most of the stu¬ 
dents attending this school resided in a public housing area 
in which the school was located. 
Sample 
The students' chronological ages ranged from 10-12 
years. The average GPA was 77 (C), and the range was 38 (62- 
100). The Reading Comprehension Level, on the Iowa Test of 
Basic Skills was a Stanine score of 4 (4-6 stanine score 
indicates average performance) and the range was 7 (1-8). 
There were 40 respondents. Eighteen lived with both parents; 
18 lived with mother only; 3 lived with a relative; and 1 
lived with a guardian. The family size: 18 were from a 
family size of 1-3; 14 were from a family size of 3-5; 7 
were from a family size of 5-7; and 1 was from a family 
size of 7-9. Therefore, the typical respondents were Black, 
male, 11 years old, in the fifth grade, average grade was 
"C" and the average GPA was 77, average reading comprehen¬ 
sion, living with both parents and mother only equally, and 
from a family size of 1-3. 
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Instrumentation 
Two instruments were used in the study. They were: 1. 
Dimensions of Self-Concept (see Appendix B) and 2. the 
Personal Data Sheet (see Appendix A). 
Dimensions of Self-Concept 
The Dimensions of Self-Concept (Michael and Smith, 
1989) was used to measure non-cognitive factors associated 
with self-esteem or self-concept in a school setting. The 
purpose of the DOSC was to identify those students who might 
experience difficulty in their schoolwork because of their 
perceptions of a low degree of self-esteem or self-regard, 
and to diagnose for professional guidance those dimensions 
contributing to low self-esteem. The dimensions measured by 
the DOSC were: Level of Aspiration, Anxiety, Academic Inter¬ 
est and Satisfaction, Leadership and Initiative, and Iden¬ 
tification versus Alienation. 
Normative Data for the DOSC 
The normative data samples were from a large metropoli¬ 
tan school district. The separate samples were about 160 
pupils in grades 4, 5, and 6, all within this large metro¬ 
politan school district. Normative data were in the form of 
Means and Standard Deviations of the five DOSC scales for 
each of five samples. The Level of Aspiration sample number 
was 162, mean 33.8, and standard deviation 4.0; Anxiety 
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sample number was 159, mean 25.3, and standard deviation 
4.0; Academic Interest and Satisfaction sample number was 
161, mean 30.4, and standard deviation 3.6; Leadership and 
Initiative sample number was 160, mean 26.85, and standard 
deviation 4.2; and the Identification vs. Alienation sample 
number was 158, mean 31.5, and standard deviation 4.3. 
Reliability of the scales 
The ranges in reliability estimates varied between .70 
and .84; between .84 and .90; and between .79 and .89. It 
was clearly evident that the degree of reliability was 
roughly proportional to the size of the standard deviation 
of the scores on a given factor scale. 
Validity of the scales 
Concurrent validity coefficients of each of the five 
DOSC scales with a measure of reading comprehension and 
critical thinking for students sample in grade 5, were as 
follows :(Comprehensive Tests of Basic Skills CTBS and the 
Cornell Critical Thinking Test CCTT) Level of Aspiration 
CTBS N= 45 and r -.31, CCTT N = 52 and r = .15; Anxiety CTBS 
N = 44 and r = -.21, CCTT N = 55 and r = -.31; Academic 
Interest and Satisfaction CTBS N = 40 and r = .16 and CCTT N 
= 51 and r = .01; Leadership and Initiative CTBS N = 41 and 
r = -.36 and CCTT N = 54 and r = -.24; and Identification 
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vs. Alienation CTBS N = 44 and r .26 and CCTT N 54 and r 
= -.08. 
Scoring 
The DOSC is a self-report instrument that was designed 
to reflect the perceptions that students may have regarding 
each of the seventy statements. There were fourteen state¬ 
ments for each of the five different dimensions of self- 
concept. There were three possible responses to each state¬ 
ment: Never or Almost Never = 1 pt., Sometimes = 2 pts., 
Always or Almost Always = 3 pts. Within each of the five 
dimensions scale, the possible range of scores is from a 
minimum of 14 pts. to a maximum of 42pts. (see Appendix B). 
Personal Data Sheet 
The PDS has 14 questions, 7 demographic and 7 school 
related questions. Demographic questions were; Race, sex, 
age, grade level, living arrangements, family size, and 
year(s) at present school. School related questions were: 
Grades they felt they were able to get in school, grade(s) 
repeated, subject liked best, subject liked least, feeling 
about going to school, thing they liked best about school 
and thing they liked least about school (see Appendix A). 
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Procedures 
The following procedures were used to obtain the data 
for this study. There were three periods associated with the 
study procedures. They were: The Pre-Research Period, Re¬ 
search Period, and Post Research Period. 
Pre-Research Period 
Procedures : 1. The researcher contacted the director of 
the Department of Research and Evaluation at 
the chosen Public School system for an ap¬ 
pointment to discuss the study. 
2. The researcher met with the school 
system's director of the Department of 
Research and Evaluation to get permission to 
conduct the study. An Administrative 
Agreement was made between the Researcher and 
the Department of Research and Evaluation at 
that time (see Appendix D). 
3. When permission for this study was grant¬ 
ed, the researcher informed the fifth grade 
teachers about the study by sharing with them 
the signed administrative agreement. 
Research Period 
Procedures : 1. The researcher went to each of the fifth 
grade classes to ask the fifth grade Black 
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male students to meet with him in the library 
at a designated time. 
2. The researcher explained the study, their 
role in the study, and answered questions 
that were asked. 
3. Volunteered participants, students who 
agreed to be in the study, were asked to stay 
for the study. Those students who did not 
want to participate in the study were thanked 
and asked to return to their classes. 
4. The researcher distributed a PDS, DOSC 
survey, and pencil to each participant. 
The participants were seated at well lighted 
tables throughout the library. 
5. The researcher read the instructions for 
the PDS and DOSC survey aloud, while the 
participants read silently. 
6. The researcher asked for and answered 
questions from the participants before they 
started filling out and answering the PDS 
and DOSC surveys. 
7. The PDS and DOSC were self-administered 
instruments and they were collected by the 
researcher. 
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8. Participants were thanked for participat¬ 
ing in the study and asked to return to 
their classes. 
Post Research Period 
Procedure 1. All data were collected. The study was 
terminated. 
Data Collection 
The researcher collected all data. 
Data Analysis 
Statistical procedures utilized were: Frequency Analy¬ 
ses, Percentages, and Means. 
Human Subject Contracts 
Human subject contracts were not necessary because 
subjects were not exposed to any direct services. Therefore, 
the potential for any physical or mental harm was highly 





The purpose of this chapter is to report the findings 
of this investigation. The analysis of results was divided 
into two sections: Sections A and B. Section A includes 
results regarding Demographic Data and School Related Infor¬ 
mation. Section B contains the results of the Dimensions of 
Self-Concept Survey. 
Section A 1: Demographic Data 
Detailed below are results for demographic variables 
for this study. They were: race, sex, age, grade level, 
living arrangement, and household size. 
Item 1: Race 
All of the 40 respondents were Black. 
Item 2 : Sex 
All of the 40 respondents were males. 
Item 3 : Age 
As shown in Table 1, of the 40 respondents, 3 (or 7.5%) 
were 10 years old; 22 (or 55%) were 11 years old; and 15 (or 
37.5%) were 12 years old or older. Therefore the typical 
respondents were 11 years old. 
39 
Item 4 : Grade 
All of the 40 respondents were in the fifth grade. 
Item 5: Living Arrangement 
As shown in Table 1, of the 40 respondents, 18 (or 45%) 
lived with both parents; 18 (or 45%) lived with mother only; 
3 (or 7.5%) lived with relatives; and 1 (or 2.5%) lived with 
person and people other than parents or relatives. There¬ 
fore, the typical respondents lived with both parents and 
mother only. 
Item 6: Household Size 
As shown in Table 2, of the 40 respondents, 18 (or 45%) 
were from household size of 1-3; 14 (or 35%) were from 
household size of 3-5; 7 (or 17.5%) were from household size 
5-7; and 1 (or 2.5%) were from household size 7-9. There¬ 
fore, the typical respondents were from a household size 
1-3. 
Summary 
The typical respondents were Black, male, 11 years old, 
in the 5th grade, living with both parents and mother only, 
and from a household size of 1-3. 
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Table 1 
Demographic Information About Participants' Living Arrange¬ 
ment 
Age No. % Living Arrangement No. % 
Under 9 0 0 Both parents 18 45.0 
9 0 0 Mother only 18 45.0 
10 3 7.0 Relatives 3 7.5 
11 22 55 Person/people other 
12 or than parents or 
older 15 37.5 relative 1 2.5 
Total 40 100 Total 40 100 
M = 4.3 M = 1.775 
Table 2 
Demographic Information About Subjects' Household Size 
Household Size No. % 
1-3 18 45.0 
3-5 14 35.0 
5-7 7 17.5 
7-9 1 2.5 
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Table 2 continued: 
M = 1.7775 Total 40 100 
Section A 2: School Related Information 
Detailed below are results for school related informa¬ 
tion variables for the study. They were: years in present 
school, feelings about grades they felt they were able to 
get, grades repeated, subject liked best, subject liked 
least, enjoyment of going to school, things liked best about 
school, and things liked least about school. 
Item 7: Years in present school 
As shown in Table 3, of the 40 respondents, 8 (or 20%) 
of the students were at the present school 1 year; 11 (or 
27.5%) 2 years; 2 (or 5%) 3 years; and 19 (or 47.5%) were at 
the present school for 5 years. Therefore, the typical 
respondents were at the present school for 5 years. 
Item 8: Grades students felt they were able to get 
As shown in Table 3, of the 40 respondents, 14 (or 35%) 
students felt they were able to A's; 22 (or 55%) B's; and 4 
(or 10%) C's. Therefore, the typical respondents felt they 
were able to get B's. 
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Item 9: Grades repeated 
As shown in Table 4, of the 40 respondents, 1 (or 2.5%) 
repeated Kindergarten; 10 (or 25%) repeated First Grade; 3 
(or 7.5%) repeated Second Grade; 3 (or 7.5% repeated Third 
Grade; 1 (or 2.5%) repeated Forth Grade; 2 (or 5%) repeated 
Fifth Grade; and 20 (or 50%) no responses which meant no 
grades repeated. Therefore, the typical respondents repeated 
no grades. 
Item 10: Subject liked best 
As shown in Table 2, of the 40 respondents, 6 (or 15%) 
students liked Reading best; 1 (or 2.5%) liked Writing best; 
19 (or 47.5%) liked Math best; 2 (or 5%) liked Science best; 
8 (or 20%) liked Gym best; and 4 (or 10%) liked Others (Art, 
P.E. and Spelling) best. Therefore, the typical respondents 
liked Math as the best subject. 
Table 3 
Information About Participants' Grades 
Years No. % Grades No. % 
First 8 20.0 A's 14 35 
2 years 11 27.5 B * s 22 55 
3 years 2 5.0 C ' s 4 10 
4 years 0 0 D's 0 0 
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Table 3 continued: 
5 years 19 47.5 F ' s 0 0 
Total 40 100 Total 40 100 
M = 3.275 M = 1.750 
Table 4 
Information About Subjects’ Grades 
Grades repeated No. % Subject liked best No. % 
Kindergarten 1 2.5 Reading 6 15.0 
First grade 10 25.0 Writing 1 2.5 
Second grade 3 7.5 Math 19 47.5 
Third grade 3 7.5 Science 2 5.0 
Fourth grade 1 2.5 Gym 8 20.0 
Fifth grade 2 5.0 Other, Art, P.E., 
No responses 20 50.0 and Spelling 4 10.0 
Total 40 100 Total 40 100 
M = 2.950 M = 3.425 
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School Related Information Continued: 
Item 11: Subject liked least 
As shown in Table 5, of the 40 respondents, 14 (or 35%) 
liked least Reading; 2 (or 5%) Writing; 6 (or 15%) Math; 10 
(or 25%) Science; 3 (or 7.5%) Gym; 5 (or 12.5%) Other (So¬ 
cial Studies). Therefore, the typical respondents least 
liked Reading. 
Item 12: Enjoy going to school 
As shown in Table 5, of the 40 respondents, 23 (or 
57.5%) enjoy going to school Always; 11 (or 27.5%) Frequent¬ 
ly; 4 (or 10%) Seldom; and 2 (or 5%) Never. Therefore, the 
typical respondents Always enjoys going to school. 
Item 13: Thing(s) I like best about school 
As shown in Table 6, of the 52 respondent responses, 12 
(or 23.1%) like best their Homeroom teacher; 3 (or 5.8%) 
Teachers in general; 4 (or 7.7%) Schoolmates; 12 (or 23.1%) 
Friends at school; 3 (or 5.8%) Classroom work; 2 (or 3.7%) 
Homework; 1 (or 1.9%) Principal; 7 (or 13.5%) Gym class; 7 
(or 13.5%) Recess; 1 (or 1.9%) Other. Therefore, the typical 
respondent responses of the things they like best about 
school were their Homeroom teacher and Friends at school. 
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Item 14: Thinq(s) I like least about school 
As shown in Table 6, of the 51 respondent responses, 8 
(or 15.7%) liked least their Homeroom teacher; 2 (or 4%) 
Teachers in general; 7 (or 13.6%) Schoolmates; 3 (or 5.9%) 
Friends at school; 8 (or 15.7%) Classroom work; 5 (or 9.8%) 
Homework; 15 (or 29.4%) Principal; and 3 (or 5.9%) Gym 
class. Therefore, the typical respondent responses of the 
thing they least like about school was the Principal. 
Summary 
The typical respondents were in the present school for 
5 years. They felt they were able to get mostly B's, re¬ 
peated no grades. Subject liked best was Math. Subject liked 
least was Reading. They always enjoyed going to school and 
the things they like best about school were the Homeroom 




School Related Information About Participants 
Subject liked least No. % Enjoy going to school No. % 
Reading 14 35.0 Always 23 57.5 
Writing 2 5.0 Frequently 11 27.5 
Math 6 15.0 Seldom 4 10.0 
Science 10 25.0 Never 2 5.0 
Gym 3 7.5 
Other, Social Total 40 10.0 
Studies 5 12.5 M = 1.625 
Total 40 100 
M = 3.025 
Table 6 
Subjects' Likes and Dislikes About School 
Thing(s) liked best 
about school 
No. % Thing(s) liked least 
about school 
No. % 
Homeroom teacher 12 23.1 Homeroom teacher 8 15.7 
Teacher in general 3 5.8 Teacher in general 2 4 
Schoolmates 4 7.7 Schoolmates 7 13.6 
Friends at school 12 23.1 Friends at school 3 5.6 
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Table 6 Continued: 
Classroom work 3 5.8 Classroom work 8 15.7 
Home work 2 3.7 Home work 5 9.8 
Principal 1 1.9 Principal 15 29.4 
Gym class 7 13.5 Gym class 3 5.9 
Recess 7 13.5 Recess 0 0 
Other 1 1.9 Other 0 0 
Total *52 100 Total 51 100 
*Please note, respondents were . asked to check ; all that . ap- 
plied to them is the reason for more than 40 responses. 
Section B: Dimensions of Self-Concent Survey 
Detailed below are results for the DOSC dimensions for 
the study. They were: Level of Aspirations, Academic Inter¬ 
est and Satisfaction, Identification Versus Alienation, 
Anxiety, Leadership and Initiative. 
Level of Aspiration Dimension Results: 
Item 1: I try to be one of the best students in my class. 
As shown in Table 7, of the 40 respondents, 0 (or 0%) 
Never or Almost Never; 17 (or 42.5%) Sometimes; and 23 (or 
57.5%) Always or Almost Always try to be one of the best 
students in his class. Therefore, the typical respondents 
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Always or Almost Always try to be one of best students in 
his class. 
Item 6: My grades are higher than I thought they would be. 
As shown in Table 7, of the 40 respondents, 5 (or 
12.5%) Never or Almost Never; 27 (or 67.5%) Sometimes; and 8 
(or 20%) Always or Almost Always thought grades would be 
higher. Therefore, the typical respondents Sometimes thought 
their grades would be higher. 
Item 11: I want to do the kind of class work that will 
please my teacher. 
As shown in Table 7, of the 40 respondents, 1 (or 2.5%) 
Never or Almost Never; 13 (or 32.5%) Sometimes; and 26 (or 
65%) Always or Almost Always do the kind of class work that 
will please their teacher. Therefore, the typical respon¬ 
dents Always or Almost Always do the kind of class work that 
will please their teacher. 
Item 16: I refuse to give up on difficult schoolwork. 
As shown in Table 7, of the 40 respondents, 15 (or 
37.5%) Never or Almost Never; 16 (or 40%) Sometimes; and 9 
(or 22.5%) Always or Almost Always refuse to give up on 
difficult schoolwork. Therefore, the typical respondents 
Sometimes gave up on difficult schoolwork. 
49 
Item 21: I try harder after getting a lower mark than I 
thought I would get on classwork or tests. 
As shown in Table 7, of the 40 respondents, 3 (or 7.5%) 
Never or Almost Never; 14 (or 35%) Sometimes; and 23 (or 
57.5%) Always or Almost Always tried harder after getting a 
lower mark than expected on tests. Therefore, the typical 
respondents Always or Almost Always tried harder after 
getting a lower mark than expected on tests and classwork. 
Item 26: I do the very best I can in my schoolwork. 
As shown in Table 7, of the 40 respondents, 4 (or 10%) 
Never or Almost Never; 11 (or 27.5%) Sometimes; and 25 (or 
62.5%) Always or Almost Always did the very best they could 
in their schoolwork. Therefore, the typical respondents 
Always or Almost Always do their very best in their school- 
work . 
Item 31: I keep trying to do better in my schoolwork each 
day. 
As shown in Table 7, of the 40 respondents, 2 (or 5%) 
Never or Almost Never; 12 (or 30%) Sometimes; and 26 (or 
65%) Always or Almost Always kept trying to do better in 
their schoolwork each day. Therefore, the typical respon¬ 
dents Always or Almost Always kept trying to do better in 
their schoolwork each day. 
50 
Item 36: I would gladly stay after school to get the extra 
help I need in order to do better in my schoolwork. 
As shown in Table 7, of the 40 respondents, 6 (or 15%) 
Never or Almost Never; 18 (or 45%) Sometimes; and 16 (or 
40%) Always or Almost Always would gladly stay after school 
to get the extra help needed to do better in their school- 
work. Therefore, the typical respondents Sometimes would 
stay after school for extra help needed to do better in 
their schoolwork. 
Item 41: I want to do well in school so that I can get a 
good job when I am older. 
As shown in Table 7, of the 40 respondents, 5 (or 12.5%) 
Never or Almost Never; 12 (or 30%) Sometimes; and 23 (or 
57.5%) Always or Almost Always wanted to do well in school. 
Therefore, the typical respondents Always or Almost Always 
wanted to do well in school. 
Item 46: I am planning to go to college after high school. 
As shown in Table 7, of the 40 respondents, 1 (or 2.5%) 
Never or Almost Never; 14 (or 35%) Sometimes; and 25 (or 
62.5%) Always or Almost Always plan to go to college after 
high school. Therefore, the typical respondents Always or 
Almost Always planned to go to college after high school. 
51 
Item 51: I am willing to work outside of class to do well on 
a hard lesson or project. 
As shown in Table 7, of the 40 respondents, 5 (or 
12.5%) Never or Almost Never; 14 (or 35%) Sometimes; and 21 
(or 52.5%) Always or Almost Always willing to work outside 
of to do well on a hard project. Therefore, the typical re¬ 
spondents were Always or Almost Always willing to work 
outside of class to do well on a hard lesson or project. 
Item 56: I try to get the best grades possible. 
As shown in Table 7, of the 40 respondents, 6 (or 15%) 
Never or Almost Never; 13 (or 32.5%) Sometimes; and 21 (or 
52.5%) Always or Almost Always tried to get the best grades 
possible. Therefore, the typical respondents Always or 
Almost Always tried to get the best grades possible. 
Item 61: I check my classwork or answers to test questions 
to make sure I have no mistakes. 
As shown in Table 7, of the 40 respondents, 8 (or 20%) 
Never or Almost Never; 15 (or 37.5%) Sometimes; and 17 (or 
42.5%) Always or Almost Always checked answers to test ques¬ 
tions to make sure no mistakes were made. Therefore, the 
typical respondents Always or Almost Always checked answers 
to test questions to make sure no mistakes were made. 
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Item 66: I like to do extra schoolwork for extra credit. 
As shown in Table 7, of the 40 respondents, 8 (or 20%) 
Never or Almost Never; 18 (or 45%) Sometimes; and 14 (or 
35%) Always or Almost Always like doing extra schoolwork for 
extra credit. Therefore, the typical respondents Sometimes 
liked doing extra schoolwork for extra credit. 
Summary 
The typical respondents always or almost always tried 
to be one of the best students in class. Sometimes they 
thought their grades would be higher and always or almost 
always did the kind of class work that would please their 
teacher. However, they sometimes gave up on difficult 
schoolwork and always or almost always tried harder after 
getting a lower mark than expected on tests and classwork. 
Respondents always or almost always did their best in their 
schoolwork and always or almost always kept trying to do 
better in their schoolwork each day. Furthermore, they 
would sometimes stay after school for extra help needed to 
do better in their schoolwork. They always or almost always 
wanted to do well in school and always or almost always 
planned to go to college after high school. They were always 
or almost always was willing to work outside of class to do 
well on a hard lesson or project. In addition, they always 
or almost always tried to get the best grades possible and 
always or almost always checked answers to test questions to 
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make sure no mistakes were made. Finally, they sometimes 
liked doing extra schoolwork for extra credit. 
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Table 7 
Data About Subjects' Levels of Aspiration 
Item NAN S AAA 
No. No. % No. % No. % 
1 0 0 17 42.5 23 57.5 
6 5 12.5 27 67.5 8 20 
11 1 2.5 13 32.5 26 65 
16 15 37.5 16 40 9 22.5 
21 3 7.5 14 35 23 57.5 
26 4 10 11 27.5 25 62.5 
31 2 5 12 30 26 65 
36 6 15 18 45 16 40 
41 5 12.5 12 30 23 57.5 
46 1 2.5 14 35 25 62.5 
51 5 12.5 14 35 21 52.5 
56 6 15 13 32.5 21 52.5 
61 8 20 15 37.5 17 42.5 
66 8 20 18 45 14 35 
Total 69 214 x 2 = 428 277 x 3= 831 
Grand Total = 1328 N = 40 Mean = 33. 20 
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Academie Interest and Satisfaction Dimension Results: 
Item 3: Like doing schoolwork. 
As shown in Table 8, of the 40 respondents, 2 (or 5%) 
Never or Almost Never; 25 (or 62.5%) Sometimes; and 13 (or 
32.5%) Always or Almost Always like doing schoolwork. There¬ 
fore, the typical respondents Sometimes liked doing school- 
work . 
Item 8: Like to study new things. 
As shown in Table 8, of the 40 respondents, 2 (or 5%) 
Never or Almost Never; 20 (or 50%) Sometimes; and 18 (or 
45%) Always or Almost Always liked studying new things. 
Therefore, the typical respondents Sometimes liked studying 
new things. 
Item 13: I like talking to my friends about schoolwork. 
As shown in Table 8, of the 40 respondents, 7 (or 
17.5%) Never or Almost Never; 24 (or 60%) Sometimes; and 9 
(or 22.5%) Always or Almost Always liked talking to their 
friends about schoolwork. Therefore, the typical respon¬ 
dents Sometimes liked talking to friends about schoolwork. 
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Item 18: I like to use the library to do special schoolwork 
or homework. 
As shown in Table 8, of the 40 respondents, 9 (or 
22.5%) Never or Almost Never; 19 (or 47.5%) Sometimes; and 
12 (or 30%) Always or Almost Always liked using the library 
to do special homework. Therefore, the typical respondents 
Sometimes liked using the library to do special homework. 
Item 23: It is fun to read books outside of class. 
As shown in Table 8, of the typical respondents, 8 (or 
20%) Never or Almost Never ; 18 (or 45%) Sometimes; and 14 
(or 35%) Always or Almost Always thought is was fun to read 
books outside of class. Therefore, the typical respondents 
Sometimes thought it was fun to read books outside of class. 
Item 28: I become so interested in classwork that I do not 
mind missing recess. 
As shown in Table 8, of the 40 respondents, 10 (or 25%) 
Never or Almost Never; 23 (or 57.5%) Sometimes; and 7 (or 
17.5%) Always or Almost Always became so interested in class 
work that they did no mind missing recess. Therefore, the 
typical respondents Sometimes became so interested in class 
work that they would miss recess. 
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Item 33: It is fun to do extra schoolwork 
As shown in Table 8, of the 40 respondents, 11 (or 
27.5%) Never or Almost Never; 21 (or 52.5%) Sometimes; and 8 
(or 20%) Always or Almost Always thought it was fun to do 
extra schoolwork. Therefore, the typical respondents Some¬ 
times thought it was fun to do extra schoolwork. 
Item 38: I like to play games such as solving puzzles, 
riddles, or trick problems. 
As shown in Table 8, of the 40 respondents, 7 (or 
17.5%) Never or Almost Never; 14 (or 35%) Sometimes; and 19 
(or 47.5%) Always or Almost Always liked playing games such 
as solving trick problems. Therefore, the typical respon¬ 
dents Always or Almost Always liked playing games such as 
puzzles, riddles, or solving trick problems. 
Item 43: I like free reading periods because I can choose my 
own book 
As shown in Table 8, of the typical respondents, 7 (or 
17.5%) Never or Almost Never; 17 (or 42.5%) Sometimes; and 
16 (or 40%) Always or Almost Always liked free reading peri¬ 
ods. Therefore, the typical respondents Sometimes and Always 
liked free reading periods. 
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Item 48: I like to begin new schoolwork. 
As shown in Table 8, of the 40 respondents, 5 (or 
12.5%) Never or Almost Never; 25 (or 62.5%) Sometimes; and 
10 (or 25%) Always or Almost Always liked beginning new 
schoolwork. Therefore, the typical respondents Sometimes and 
Always liked beginning new schoolwork. 
Item 53: I can work well when I am alone. 
As shown in Table 8, of the 40 respondents, 9 (or 
22.5%) Never or Almost Never; 15 (or 37.5%) Sometimes; and 
16 (or 40%) Always or Almost Always liked working alone. 
Therefore, the typical respondents Always or Almost Always 
liked working alone. 
Item 58: I like finding new ways that save time in doing my 
schoolwork. As shown in Table 8, of the 40 respondents, 3 
(or 7.5%) Never or Almost Never; 25 (or 62.5%) Sometimes; 
and 12 (or 30%) Always or Almost Always liked new ways that 
saved them time in doing their schoolwork. Therefore, the 
typical respondents Sometimes liked new ways that saved them 
time in doing their schoolwork. 
Item 63: I like to have teachers let me choose how I shall 
do some kinds of schoolwork. 
As shown in Table 8, of the 40 respondents, 4 (or 10%) 
Never or Almost Never; 16 (or 40%) Sometimes; and 20 (or 
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50%) Always or Almost Always liked having their teachers 
let them choose how they should do their schoolwork. There¬ 
fore, the typical respondents Always or Almost Always liked 
having their teachers let them choose how they should do 
their schoolwork. 
Item 68: I talk to someone at home almost every day about 
what we are doing in school. 
As shown in Table 8, of the 40 respondents, 5 (or 
12.5%) Never or Almost Never; 22 (or 55%) Sometimes; and 13 
(or 32.5%) Always or Almost Always had someone at home every 
day to talk with about what they were doing in school. 
Therefore, the typical respondents Sometimes had someone at 
home almost every day to talk about what they did in 
school. 
Summary 
The typical respondents sometimes liked doing school- 
work. They sometimes liked studying new things and sometimes 
liked talking to friends about schoolwork. They sometimes 
liked using the library to do special schoolwork or homework 
and sometimes thought it was fun to read books outside of 
class. However, they sometimes became so interested in class 
work that they would miss recess. Nevertheless, they thought 
it was fun sometimes to do extra schoolwork and always or 
almost always liked playing games such as puzzles, riddles, 
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or solving trick problems. They sometimes and always or 
almost always liked free reading periods. They sometimes 
liked beginning new schoolwork. However, they always or 
almost always liked working alone and sometimes liked new 
ways that saved them time in doing their schoolwork. None¬ 
theless, they always or almost always liked having their 
teachers let them choose how they should do their school- 
work. Finally, they sometimes had someone at home almost 
every day to talk with about what they did in school. 
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Table 8 
Data About Subjects' Academie Interests 
Item NAN S AAA 
No. No. % No. % No. % 
3 2 5 25 62.5 13 32.5 
8 2 5 20 50 18 45 
13 7 17.5 24 60 9 22.5 
18 9 22.5 19 47.5 12 30 
23 8 20 17 45 14 35 
28 10 25 23 57.5 7 17.5 
33 11 27.5 21 52.5 8 20 
38 7 17.5 14 35 19 47.5 
43 7 17.5 17 42.5 16 40 
48 5 12.5 25 62.5 10 25 
53 9 22.5 15 37.5 16 40 
58 3 7.5 25 62.5 12 30 
63 4 10 16 40 20 50 
68 5 12.5 22 55 13 32.5 
Total 89 283 x 2 = 566 187 x 3 = 561 
Grand Total = 1216 N = 40 Mean = 30.40 
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Identification Versus Alienation Dimension Results: 
Item 5: Teachers care about their students. 
As shown in Table 9, of the 40 respondents, 2 (or 5%) 
Never or Almost Never; 12 (or 30%) Sometimes; and 26 (or 
65%) Always or Almost Always felt teachers cared about their 
students. Therefore, the typical respondents Always or 
Almost Always felt teachers cared about their students. 
Item 10: Teachers have enough variety in class work 
to make it fun. 
As shown in Table 9, of the 40 respondents, 7 (or 
(17.5%) Never or Almost Never; 20 (or 50%) Sometimes; and 13 
(or 32.5%) Always or Almost Always felt teachers had enough 
variety in class work to make it fun. Therefore, the typical 
respondents Sometimes felt teachers had enough variety in 
class work to make it fun. 
Item 15: Teachers explain carefully and clearly what they 
expect in their assignment. 
As shown in Table 9, of the 40 respondents, 7 (or 
17.5%) Never or Almost Always; 9 (or 22.5%) Sometimes; and 
24 (or 60%) Always or Almost Always felt teachers explained 
what they expected in their assignment. Therefore, the 
typical respondents Always or Almost Always felt teachers 
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explained carefully and clearly what they expected in their 
assignment. 
Item 20: I have more fun in school than out of school. 
As shown in Table 9, of the 40 respondents, 23 (or 
57.5%) Never or Almost Never; 12 (or 30%) Sometimes; and 5 
(or 12.5%) Always or Almost Always had more fun in school 
than out of school. Therefore, the typical respondents Never 
or Almost Never had more fun in school than out of school. 
Item 25: Teachers make school work fun. 
As shown in Table 9, of the 40 respondents, 7 (or 
17.5%) Never or Almost Never; 23 (or 57.5%) Sometimes; and 
10 (or 25%) Always or Almost Always thought teachers made 
school work fun. Therefore, the typical respondents Some¬ 
times thought teachers made school work fun. 
Item 30: Teachers give enough time for the class to talk 
things over. 
As shown in Table 9, of the 40 respondents, 10 (or 25%) 
Never or Almost Never; 20 (or 50%) Sometimes; and 10 (or 
25%) Always or Almost Always felt teachers gave enough time 
for class to talk things over. Therefore, the typical re¬ 
spondents Never or Almost Never felt the teachers gave them 
enough time for the class to talk things over. 
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Item 35: I think that most teachers are really nice people. 
As shown in Table 9, of the 40 respondents, 4 (or 10%) 
Never or Almost Never; 23 (or 57.5%) Sometimes; and 13 (or 
32.5%) Always or Almost Always thought teachers are really 
nice people. Therefore, the typical respondents Sometimes 
thought teachers are really nice people. 
Item 40: I feel that I belong to and am a part of what's 
happening in class. 
As shown in Table 9, of the 40 respondents, 9 (or 
22.5%) Never or Almost Never; 18 (or 45%) Sometimes; and 13 
(or 32.5%) Always or Almost Always felt a part of whats was 
happening in class. Therefore, the typical respondents Some¬ 
times felt a part of what was happening in class. 
Item 45: Teachers give tests that help me see what I have 
learned. 
As shown in Table 9, of the 40 respondents, 6 (or 15%) 
Never or Almost Never; 17 (or 42.5%) Sometimes; and 17 (or 
42.5%) Always or Almost Always felt teachers gave tests that 
help them see what they learned. Therefore, the typical 
respondents Sometimes and Always or Almost Always felt 
teachers gave tests that help them see what they learned. 
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Item 50: Teachers like what I sav or do in school. 
As shown in Table 9, of the 40 respondents, 6 (or 15%) 
Never or Almost Never; 20 (or 50%) Sometimes; 14 (or 35%) 
Always or Almost Always felt teachers liked what they did in 
school. Therefore, the typical respondents Sometimes felt 
teachers liked what they did in school. 
Item 55: I want my teachers to like me. 
As shown in Table 9, of the 40 respondents, 6 (or 
35%)Never or Almost Never; 16 (or 40%) Sometimes; and 18 (or 
45%) Always or Almost Always wanted their teachers to like 
them. Therefore, the typical respondents Always or Almost 
Always wanted their teachers to like them. 
Item 60: I think what I study in school is important. 
As shown in Table 9, of the 40 respondents, 2 (or 5%) 
Never or Almost Never; 19 (or 47.5%) Sometimes; and 19 (or 
47.5%) Always or Almost Always thought what they studied in 
school as being important. Therefore, the typical respon¬ 
dents Sometimes and Always or Almost Always thought what 
they studied in school as being important. 
Item 65: Most school rules make sense and are fair. 
As shown in Table 9, of the 40 respondents, 4 (or 10%) 
Never or Almost Never; 24 (or 60%) Sometimes; and 12 (or 
30%) Always thought most school rules were fair. Therefore, 
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the typical respondents Sometimes thought most school rules 
made sense and were fair. 
Item 70: Teachers listen to my ideas. 
As shown in Table 9, of the 40 respondents, 5 (or 
12.5%) Never or Almost Never; 22 (or 55%) Sometimes; and 13 
(or 32.5%) Always or Almost Always thought teachers listen 
to their ideas. Therefore, the typical respondents Sometimes 
thought teachers listen to their ideas. 
Summary 
The typical respondents always or almost always felt 
teachers cared about their students. They sometimes felt 
teachers had enough variety in class work to make it fun. 
They always or almost always felt teachers explained care¬ 
fully and clearly what they expected in their assignment. 
However, they never or almost never had more fun in school 
than out of school and sometimes thought teachers made 
school work fun. They sometimes felt the teachers gave them 
enough time for the class to talk things over but sometimes 
thought teachers were really nice people. They sometimes 
felt a part of what was happening in class. They sometimes 
and always or almost always felt teachers gave tests that 
helped them see what they learned and sometimes felt teach¬ 
ers like what they did in school. They always or almost 
always wanted their teachers to like them. They sometimes 
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and always or almost always thought what they studied in 
school as being important and sometimes thought most school 
rules made sense and were fair. Finally, they sometimes 
thought teachers listened to their ideas. 
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Table 9 









5 2 5 12 30 26 65 
10 7 17.5 20 50 13 32.5 
15 7 17.5 9 22.5 24 60 
20 23 57.5 12 30 5 12.5 
25 7 17.5 23 57.5 10 25 
30 10 25 20 50 10 25 
35 4 10 23 57.5 13 32.5 
40 9 22.5 18 45 13 32.5 
45 6 15 17 42.5 17 42.5 
50 6 15 20 50 14 35 
55 6 35 16 40 18 45 
60 2 5 19 47.5 19 47.5 
65 4 10 24 60 12 30 
70 5 12.5 22 55 13 32.5 
Total 98 255 x 2 = 510 207 x 3 = 621 
Grand Total = 1229 N - 40 Mean = 30.73 
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Anxiety Dimension Results: 
Item 2: Things that teachers say about my schoolwork hurt my 
feelings. 
As shown in Table 10, of the 40 respondents, 17 (or 
42.5%) Never or Almost Never; 19 (or 47.5%) Sometimes; and 4 
(or 10%) Always or Almost Always thought things the teachers 
said about their schoolwork hurt their feelings. Therefore, 
the typical respondents Sometimes thought things the teach¬ 
ers said about their schoolwork hurt their feelings. 
Item 7: School upsets me so much that I do not want to 
attend 
As shown in Table 10, of the 40 respondents, 19 (or 
47.5%) Never or Almost Never; 17 (or 42.5%) Sometimes; and 4 
(or 10%) Always or Almost Always school upset them so much 
that they did not want to attend. Therefore, the typical 
respondents Never or Almost Never felt so upset that they 
did not want to attend school. 
Item 12: I am uneasy and worried when studying. 
As shown in Table 10, of the 40 respondents, 14 (or 
35%) Never or Almost Never; 20 (or 50%) Sometimes; and 6 (or 
15%) Always or Almost Always were uneasy and worried when 
studying. Therefore, the typical respondents Sometimes were 
uneasy and worried when studying. 
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Item 17: I am upset about so many things that I cannot do my 
schoolwork or even think about my schoolwork 
As shown in Table 10, of the 40 respondents, 18 (or 
45%) Never or Almost Never; 16 (or 40%) Sometimes; and 6 (or 
15%) Always or Almost Always were so upset about many things 
that they could not do or think about schoolwork. Therefore, 
the typical respondents Sometimes were so upset about many 
things that they could not do or think about schoolwork. 
Item 22: I worry about how well I am doing in school. 
As shown in Table 10, of the 40 respondents, 4 (or 10%) 
Never or Almost Never; 14 (or 35%) Sometimes; and 22 (or 
55%) Always or Almost Always worried about how well they 
were doing in school. Therefore, the typical respondents 
Always or Almost Always worried about how well they were 
doing in school. 
Item 27 : I am afraid to ask a teacher to explain something a 
second time. 
As shown in Table 10, of the 40 respondents, 17 (or 
42.5%) Never or Almost Never; 16 (or 40%) Sometimes; and 7 
(or 17.5%) Always or Almost Always were afraid to ask 
teacher to explain something to them a second time. There¬ 
fore, the typical respondents were Never or Almost Never 
afraid to ask teacher to explain something a second time. 
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Item 32: I try not to talk to other pupils about schoolwork 
because they might make fun of me. 
As shown in Table 10, of the 40 respondents, 19 (or 
47.5%) Never or Almost Never; 12 (or 30%) Sometimes; and 9 
(or 22.5%) Always or Almost Always tried not to talk to 
other pupils about schoolwork because they might make fun of 
them. Therefore, the typical respondents Never or Almost 
Never feared talking to other pupils about schoolwork be¬ 
cause they might make fun of them. 
Item 37: I become frightened when a teacher calls on me in 
class. 
As shown in Table 10, of the 40 respondents, 16 (or 40%) 
Never or Almost Never; 17 (or 42.5%) Sometimes; and 7 (or 
17.5%) Always or Almost Always became frightened when a 
teacher called on him in class. Therefore, the typical 
respondents Sometimes became frightened when a teacher 
called on him in class. 
Item 42: I am upset when I have to talk in front of the 
class. 
As shown in Table 10, of the 40 respondents, 18 (or 45%) 
Never or Almost Never; 16 (or 40%) Sometimes; and 6 (or 15%) 
Always or Almost Always were upset when they had to talk in 
front of the class. Therefore, the typical respondents were 
72 
Never or Almost Never upset when they had to talk in front 
of the class. 
Item 47 : I feel upset when I have to take a test. 
As shown in Table 10, of the 40 respondents, 22 (or 
55%) Never or Almost Never; 7 (or 17.5) Sometimes; and 11 
(or 27.5%) Always or Almost Always felt upset when they had 
to take a test. Therefore, the typical respondents Never or 
Almost Never felt upset when they had to take a test. 
Item 52: I would be afraid to tell a teacher that he or she 
is wrong. 
As shown in Table 10, of the 40 respondents, 14 (or 
35%) Never or Almost Never; 18 (or 45%) Sometimes; and 8 (or 
20%) Always or Almost Always were afraid to tell a teacher 
that he or she was wrong. Therefore, the typical respondents 
Sometimes were afraid to tell a teacher that he or she was 
wrong. 
Item 57 : I have trouble sleeping well the night before an 
important test. 
As shown in Table 10, of the 40 respondents, 9 (or 
22.5%) Never or Almost Never; 17 (or 42.5%) Sometimes; and 
14 (or 35%) Always or Almost Always had trouble sleeping 
well the night before an important test. Therefore, the 
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typical respondents Sometimes had trouble sleeping well the 
night before an important test. 
Item 62: It is hard for me to face my friends or family if I 
have made a low grade on my schoolwork. 
As shown in Table 10, of the 40 respondents, 9 (or 
22.5%) Never or Almost Never; 20 (or 50%) Sometimes; and 11 
(or 27.5%) Always or Almost Always was hard for them to face 
friends and family when they made a low grade on their 
schoolwork. Therefore, the typical respondents Sometimes had 
a hard time facing their friends and family when they made a 
low grade. 
Item 67: I worry a great deal that my score on a test will 
not be one of the highest in the class. 
As shown in Table 10, of the 40 respondents, 12 (or 
30%) Never or Almost Never; 15 (or 37.5%) Sometimes; and 13 
(or 32.5%) Always or Almost Always worried a lot about their 
score on a test not being one of the highest in the class. 
Therefore, the typical respondents Sometimes worried a lot 
about their score on a test not being one of the highest in 
the class. 
Summary 
The typical respondents sometimes thought things the 
teacher said about their schoolwork hurt their feelings but 
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never or almost never felt so upset that they didn't want to 
attend school. They sometimes were so upset about many 
things that they could not do or think about schoolwork. 
Respondents always or almost always worried about how well 
they were doing in school however, they never or almost 
never were afraid to ask teachers to explain something a 
second time. They never or almost never feared talking to 
other pupils about schoolwork but they sometimes became 
frightened when a teacher called on them in class. Respon¬ 
dents were never or almost never upset when they had to talk 
in front of the class and never or almost never felt upset 
about taking tests. They sometimes were afraid to tell 
teacher that he or she was wrong and sometimes had trouble 
sleeping at night before an important test. Respondents had 
a hard time facing friends and family when they made a low 
grade and sometimes worried a lot about their score on 
tests. Finally, respondents worried about not having one of 
the highest score on tests in the class. 
75 
Table 10 
Data About Subjects' Anxiety 
Item NAN S AAA 
No. No. % No. % No. % 
2 17 42.5 19 47.5 4 10 
7 19 47.5 17 42.5 4 10 
12 14 35 20 50 6 16 
17 18 45 16 40 6 16 
22 4 10 14 35 22 55 
27 17 42.5 16 40 7 17.5 
32 19 47.5 12 30 9 22.5 
37 16 40 17 42.5 7 17.5 
42 18 45 16 40 6 15 
47 22 55 7 17.5 11 27.5 
52 14 35 18 45 8 20 
57 9 22.5 17 42.5 14 35 
62 9 22.5 20 50 11 27.5 
67 12 30 15 37.5 13 32.5 
Total 208 224 x 2 = 448 128 x 3 = 384 
Grand Total = 1040 N = 40 Mean = : 26.00 
76 
Leadership and Initiative Dimension Results: 
Item 4: I like having a teacher call on me in class. 
As shown in Table 11, of the 40 respondents, 2 (or 5%) 
Never or Almost Never; 15 (or 37.5%) Sometimes; and 23 (or 
57.5%) Always or Almost Always wanted the teacher to call on 
him in class. Therefore, the typical respondents Always or 
Almost Always wanted the teacher to call on him in class. 
Item 9: I like to answer questions in class. 
As shown in Table 11, of the 40 respondents, 2 (or 5%) 
Never or Almost Never; 22 (or 55%) Sometimes; and 16 (or 40%) 
Always or Almost Always liked to answer questions in class. 
Therefore, the typical respondents Sometimes liked to answer 
questions in class. 
Item 14: Other students ask me to help them do their 
schoolwork. 
As shown in Table 11, of the 40 respondents, 7 (or 17.5%) 
Never or Almost Never; 26 (or 65%) Sometimes; and 7 (or 17.5%) 
Always or Almost Always other students asked them for help 
with their schoolwork. Therefore, the typical respondents 
Sometimes had other students asked them for help with their 
schoolwork. 
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Item 19: I like to give talks or speeches in front of the 
class. 
As shown in Table 11, of the 40 respondents, 10 (or 25%) 
Never or Almost Never; 23 (or 57.5%) Sometimes; and 7 (or 
17.5%) Always or Almost Always liked to give talks or speeches 
in front of the class. Therefore, the typical respondents 
Sometimes liked to give talks or speeches in front of the 
class. 
Item 24: I like school jobs when I am the leader. 
As shown in Table 11, of the 40 respondents, 7 (or 17.5%) 
Never or Almost Never; 11 (or 27.5%) Sometimes; and 22 (or 
55%) Always or Almost Always liked school jobs when they were 
the leader. Therefore, the typical respondents Always or 
Almost Always liked school jobs when they were the leader. 
Item 29: I am the first one in class to know the answer to a 
question. 
As shown in Table 11, of the 40 respondents, 4 (or 10%) 
Never or Almost Never; 33 (or 82.5%) Sometimes; and 3 (or 
7.5%) Always or Almost Always the first one in class to know 
the answer to a question. Therefore, the typical respondents 
Sometimes were the first one in class to know the answer to a 
question. 
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Item 34: I am the leader of a group in many class activities. 
As shown in Table 11, of the 40 respondents, 10 (or 25%) 
Never or Almost Never; 19 (or 47.5%) Sometimes; and 11 (or 
27.5%) Always or Almost Always were the leader of a group in 
many class activities. Therefore, the typical respondents 
Sometimes were the leader of a group in many class activities. 
Item 39: I can get other classmates to go along with my ideas. 
As shown in Table 11, of the 40 respondents, 7 (or 17.5%) 
Never or Almost Never; 22 (or 55%) Sometimes; and 11 (or 
27.5%) Always or Almost Always could get other classmates to 
go along with their ideas. Therefore, the typical respondents 
Sometimes could get other students to go along with their 
ideas. 
Item 44: I do my schoolwork without any help. 
As shown in Table 11, of the 40 respondents, 6 (or 15%) 
Never or Almost Never; 23 (or 57.5%) Sometimes; and 11 (or 
27.5%) Always or Almost Always did their schoolwork without 
any help. Therefore, the typical respondents Sometimes did 
their schoolwork without any help. 
Item 49: I am one of the fastest readers in class. 
As shown in Table 11, of the 40 respondents, 9 (or 22.5%) 
Never or Almost Never; 23 (or 57.5%) Sometimes; and 8 (or 20%) 
Always or Almost Always were one of the fastest readers in 
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class. Therefore, the typical respondents 
Sometimes were one of the fastest readers in class. 
Item 54: I can solve problems faster than anyone else in 
class. 
As shown in Table 11, of the 40 respondents, 3 (or 7.5%) 
Never or Almost Never; 27 (or 67.5%) Sometimes; and 10 (or 
25%) Always or Almost Always could solve problems faster than 
anyone else in class. Therefore, the typical respondents 
Sometimes could solve problems faster than anyone else in 
class. 
Item 59: I get higher grades than anyone else in my class. 
As shown in Table 11, of the 40 respondents, 8 (or 20%) 
Never or Almost Never; 24 (or 60%) Sometimes; and 8 (or 20%) 
Always or Almost Always got higher grades than anyone else in 
their class. Therefore, the typical respondents Sometimes got 
higher grades than anyone else in their classes. 
Item 64: I like to make suggestions to the teacher about what 
we might do in class. 
As shown in Table 11, of the 40 respondents, 7 (or 17.5%) 
Never or Almost Never; 23 (or 57.5%) Sometimes; and 10 (or 
25%) Always or Almost Always liked to make suggestions to 
teacher about what they did in class. Therefore, the typical 
respondents Sometimes liked to make suggestions to teacher 
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about what they dido in class. 
Item 69: My classmates think my ideas are good. 
As shown in Table 11, of the 40 respondents, 7 (or 17.5%) 
Never or Almost Never; 23 (or 57.5%) Sometimes; and 10 (or 
25%) Always or Almost Always classmates thought their ideas 
were good. Therefore, the typical respondents Sometimes 
classmates thought their ideas were good. 
Summary 
The typical respondents always or almost always wanted 
the teacher to call on him in class and sometimes liked 
answering questions in class. They sometimes had other 
students asked them for help with their schoolwork and 
sometimes liked giving talks or speeches in front of the 
class. Respondents always or almost always liked school jobs 
when they were the leader. They were sometimes the first one 
in class to know the answer to a question and sometimes they 
were the leader of a group in many class activities. 
Respondents were able to sometimes get other students to go 
along with their ideas and sometimes did their schoolwork 
without any help. They were sometimes the fastest readers in 
class and could solve problems faster than anyone else in 
class. Respondents sometimes got higher grades than anyone 
else in their class and liked making suggestions to teacher 
about what should be done in class. Finally, the typical 
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Data About Subjects' Leadership and Initiative 
Item NAN S AAA 
No. No. % No. % No. % 
4 2 5 1 37.5 23 57.5 
9 2 5 22 55 16 40 
14 7 17.5 26 65 7 17.5 
19 10 25 23 23 57.5 17.5 
24 7 17.5 11 27.5 22 55 
29 4 10 33 82.5 3 7.5 
34 10 25 19 47.5 11 27.5 
39 7 17.5 22 55 11 27.5 
44 6 15 23 57.5 11 27.5 
49 9 22.5 23 57.5 8 20 
54 3 7.5 27 27 10 25 
59 8 20 24 60 8 20 
64 7 17.5 23 57.5 10 25 
69 7 17.5 23 57.5 10 25 
Total 89 314 x 2 = 628 157 x 3 = 471 




The purpose of this study was to investigate a select 
group of Black fifth grade male students' perceptions of 
their self-concepts. 
The typical respondents were Black, male, 11 years old, 
in the fifth grade, average reading comprehension, living 
with both parents and mother only equally, and from a family 
size of 1-3. 
The school related information of the typical 
respondents was as follows: the majority of them were at the 
present school for five years; most felt they were able to 
get B's; majority repeated no grades; majority liked Math; 
majority least liked Reading; majority always enjoyed going 
to school; they equally liked homeroom teachers and friends 
at school; and the majority liked the Principal least. 
The Level of Aspiration Dimension reflected behavior 
patterns that portrayed the degree to which achievement 
levels and academic activities were consistent with 
students' perceptions of their scholastic potentialities 
(Michael and Smith, 1989). The respondents in this study had 
a Mean score of 33.2. The normative sample Mean was 33.8. 
The Academic Interest and Satisfaction Dimension 
84 
portrayed the degree of intrinsic motivation, involving love 
of learning for its own sake gained by students in doing 
academic work and in studying new subject matter (Michael 
and Smith, 1989). The respondents in this study had a Mean 
score of 30.4. The normative sample Mean was 30.4 
The Identification Versus Alienation Dimension 
represented the extent to which a student felt accepted by 
the academic community and respected by teachers and peers. 
Additionally, the degree of his own personal worth and 
integrity, as opposed to feeling isolated or rejected by the 
academic environment, was represented in this dimension 
(Michael and Smith, 1989). The respondents in this study had 
a Mean score of 30.73. The normative sample Mean was 31.5. 
The Anxiety Dimension reflected behavior patterns and 
perceptions associated with emotional instability. Also, the 
lack of objectivity and heightened or exaggerated concern 
about tests and preserving self-esteem in relation to 
academic performance was represented in this dimension 
(Michael and Smith, 1989). The respondents in this study had 
a Mean score of 26.00. Normative sample Mean was 25.3. 
The Leadership and Initiative Dimension represented 
those behavior patterns and perceptions that were associated 
with star-like qualities. These qualities are demonstrated 
when a student masters knowledge; shows willingness and 
ability to help others; and takes pride without display of 
conceit in the capability of doing a job quickly and well 
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(Michael and Smith, 1989). The respondents in this study had 
a Mean score of 29.7. The normative sample Mean was 26.85. 
Conclusion 
The hypothesis for this study was the young Black male 
fifth grade students would have a negative perception of 
their self-concept. This Hypothesis is rejected due to the 
results of the means being very similar to the five 
dimensions of the normative sample. 
Implications for Counseling and Guidance 
The role of the counselor, as consultant to teachers 
and school personnel has been documented in counseling 
literature. As early as the 1960s, Dinkemeyer (1967) 
described this role, citing the use of in-service time, 
publicizing the counselor's availability, and performing 
observations in classrooms as important aspects of the 
consultant role. Within the consultant relationship, 
counselors can use their skills to involve teachers in 
assessing situations, generating hypotheses about problem 
areas, and planning and implementing intervention efforts to 
improve the Black male student's self-concept. 
Counselors should encourage teachers to use more 
diverse instructional practices in recognition of different 
ability levels of Black male students. Curriculum changes or 
teaching styles should be altered within the context of 
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these factors according to Kunjufu, ( 1986) . Black males have 
(1) Short attention span; (2) More susceptibility of being 
influenced by their peer group; (3) Greater interest in math 
than reading; (4) More advanced skills in groups versus fine 
motor; (5) Keen interest in fine arts; (6) Large and more 
sensitive ego; and (7) Playing the dozens (talking about 
others' mothers). An effort should be made to thoroughly 
explain the total classroom curriculum to Black male 
students. 
Counselors should consult with teachers to give 
confidence to Black male students, who may feel alienated in 
the classroom suggestions, on how to get them more involved. 
Teachers should be encouraged to give alienated Black male 
students opportunities to assume responsibilities and 
leadership roles. 
Counselors should encourage teachers to organize and 
participate in a classroom-based program that will help 
develop a better communication pattern between Black male 
students and themselves. Students should be given 
opportunities to make suggestions regarding what types of 
things they want to learn about in class. 
Recommendations 
It is recommended that use be made of the activities 
listed below to help improve the self-image of the young 
Black male youth. 
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In-Service Programs for Black Males' Self-Concept 
Development 
Counselor-coordinated in-service presentations can be 
used to develop teacher expertise in the identification and 
remediation of the Black male's self-concept problems. With 
this knowledge, teachers can create a psychologically 
healthy learning environment for Black males. Counselors are 
encouraged, when planning and structuring in-service 
activities, to seek support, assistance, and advice from 
members of the school staff. The early and meaningful 
involvement of co-workers increases the probability of 
program acceptance and relevance (Leonard and Willekens, 
1987). 
Organizational Leadership Roles for Enhancement of Self- 
Concept 
Black male students should be encouraged to participate 
in organizational extra-curricular activities which are not 
related to athletics. Serious consideration should be given 
to participation in student government and Black male 
students' organizations and programs that assume roles of 
leadership and responsibility within the school setting. 
These leadership roles should foster a positive self-concept 
through self-esteem, positive mental attitudes, human 
relations, personal and career developmental activities and 
programs. 
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Positive leadership skills can be developed through: 
Officers' duties and responsibilities training; Chairman 
training on how to initiate, plan, carry out and implement 
projects; Sponsoring a Dr. Martin Luther King, Jr. Program, 
African American Cultural History Program, Career Day(s), 
and Field trip(s). 
Self-esteem can be developed through: Lessons in 
African-American Cultural History; Contests in public 
speaking, academic, fund raising etc; Videos of programs and 
public speaking for cable television. 
Male Mentors' Program for Self-Concept Enhancement 
Black male students should be given opportunities to 
participate in Black Male Mentors Programs. Counselors 
should organize and implement the Male Mentors' Program. 
The Mentors' program should encourage and develop programs 
and activities that would prohibit the feeling of alienation 
of the Black male students. An example of programs and 
activities could be tutoring, a rites of passage program, a 
reading club, and guest speakers providing presentations on 
what it takes to be a man in this society. 
Community Organizations' Involvement for Enhancement of 
Self-Concept 
Various segments of the community, such as the media, 
business persons, religious leaders, public servants, senior 
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citizens, retired professionals, skilled craftsmen, Boy 
Scout leaders, social and civic organizations and college 
students (especially Black males), should be asked to 
volunteer and assist the school. This assistance should be a 
regular and on-going basis of tutors, speakers, and resource 
persons. These individuals and groups should be involved in 
activities relating to values, work ethics, the importance 
of strong family bonds, child rearing practices and 
appreciation of culture and the arts (Austin and Rolle, 
1990). All of these activities and programs should enhance 





Personal Data Sheet 
Instructions : Listed below are some questions that tend to 
describe you (Section A). The next section (Section B) is a 
survey that contains statements regarding what you think and 
how you feel about certain things related to school. The 
last section (Section C) is a survey that contains 
statements regarding your opinion about your academic 
ability in school. Feel free to respond since all answers 
will be held in the strictest of confidence-. Please answer 
all questions simply by placing a check (y) mark by the 





Race 2. Sex 





Grade Level 5. Living 
1. 4th 1. 
2. 5th 2. 
3. 6th 3. 
4 . 
5. 
Years in present school 
 First year student 
 2 years 
 3 years 
 4 years 
5 years 
3. Age 
Male 1. Under 9 
Female 2. 9 
3. 10 
4. 11 
5. 12 or older 
with 6 . Number of 
Both parents people liv- 
Mother only ing in your 
Father only house in- 
Relatives eluding 
Person/people yourself. 
other than 1. 1-3 
parents or 2. 3-5 
relatives 3. 5-7 
4. 7-9 
5. 9 or 
more 
8. I feel I am able to get 
the following type of 
grades in school. 
 1. Mostly A's 
 2. Mostly B's 
 3. Mostly C's 
 4. Mostly D's 
 5. Mostly F's 
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Appendix A continued: 
9. I have repeated 10. The subject I like best is 
1. Kindergarten 1. Reading 
2. 1st Grade 2. Writing 
3. 2nd Grade 3. Math 
4. 3rd Grade 4. Science 
5. 4th Grade 5. Gym 
6. 5t.h Grade 6. Other 
(specify) 
The subject I like least is 12. I enjoy going to 
1. Reading school 
2. Writing 1. Always 
3. Math 2. Frequently 
4. Science 3. Seldom 
5. Gym 4. Never 
 6. Other  
(specify) 
13. The thing I like best about school is (check . 
all that apply) 
 1. Homeroom teacher 
 2. Teachers in general 
 3. Schoolmates 
 4. Friends at my school 
 5. Classroom work 
 6. Homework 
 7. Principal 
 8. Gym class 
 9. Recess 
 10. Other  
(specify) 
14. The thing I like least about school is (check 
all that apply) 
 1. Homeroom teacher 
 2. Teachers in general 
 3. Schoolmates 
 4. Friends at my school 
 5. Classroom work 
 6. Home work 
 7. Principal 
 8. Gym class 
 9. Recess 




DIMENSIONS OF SELF-CONCEPT FORM E - GRADES 4-6 
Authors. /Villiam 8. Michael and Rooert A. Smith. University of Southern California 
Copyright 2 1976, 1977 bv Los Angeles Unified School District. Programs for the Gifted 
0 0 s c 
Published ov G3ITS 
PO. 3ox 7234. 
San Diego, California 52107 
GENERAL MARKING DIRECTIONS 
j 1. Use oniv a No. 2 black lead pencil. 
| 2. Make a heavy olack mark that fills the circle. 
3. Erase completely any response you wish to change, 
j 4. Make no stray marks of any kind, 








SPECIFIC MARKING DIRECTIONS 
* 1 : I n the boxes above the columns of letters, print your last name. 
Skip a box, print as much of your first name as possible. Blacken 
the circle below each box that has the same letter as the box. 
Blacken the blank circle for all spaces and unused boxes. 
*2: Blacken the circle contammq your grade level. 
*3: Blacxen the circle indicating your sex. 
*4: Blacken the circles for the month and year corresponding to 
today's date. 
*5: On the ime provided, print as much of your school name as 
possible. In the boxes write your School Location Code number. 
The test administrator will tell you this numoer. Blacken the 
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Aooendix B continued 
TO THE STUDENT ! 
This survey contains statements 
things related to school. 
on what you think and how vou feel about certain 




ALMOST NEVER SOMETIMES ALMOST ALWAYS 
'—- 
For each statement select ONE response. Choose the ONE response that best describes 




















! try to be one of the best students in my class  
Things that teachers say about my schoolwork hurt my feelings. . . . 
I like doing schoolwork  
I like having a teacher call on me in class  
Teachers care about their students  
My grades are higher than I thought they would be  
School upsets me so much that I do not want to attend  
I like to study new things  
I like to answer questions in class  
Teachers have enough variety in classwork to make it fun  
I want to do the kind of classwork that will please my teacher  
I am uneasy and worried when studying  
I like talking to my friends about schoolwork  
Other students ask me to help them do their schoolwork  
Teachers explain carefully and clearly what they expect in their 
assignments  
I refuse to give up on difficult schoolwork  
I am upset about so many things that I cannot do my schoolwork or 
even think about my schoolwork  
I like to use the library to do special schoolwork or homework  
I like to give talks or speeches in front of the class  
ALMOST NEVER SOMETIMES ALMOST ALWAYS 
o o o 
o o o 
o o o 
o o o 
o o o 
o o o 
o o o 
o o o 
o o o 
o o o 
o o o 
o o o 
.0 o o 
.0 o o 
.0 o o 
.o o o 
.o o o 
.o o o 
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Appendix B continued: 
20. 1 have more fun in school than out of school  
21. I try harder after getting a lower mark than I thought I would get on 
classworK or tests  
NEVER ALWAYS 
OR OR 
ALMOST NEVER SOMETIMES ALMOST ALWAYS 
22. I worry about how well I am doing in school  
23. It is fun to read books outside of class  
24. i like school jobs when I am the leader  
."■v ' r—' 
25. Teachers make schoolwork fun  'A .'A 
26. I do the very best I can in my schoolwork  
27. I am afraid to ask a teacher to explain something a second time  
—\ ^ 
' ' ■ 
28. I become so interested in classwork that I do not mind missing recess  
 \  ' 
29. I am the first one in class to know the answer to a question  0 O 0 
30. Teachers give enough time for the class to talk things over  
31. I keep trying to do better in my schoolwork each day  o c c 
32. I try not to talk to other pupils about schoolwork because they might 
make fun of me  
O O 0 
33. It is fun to do extra schoolwork  
34. I am the leader of a group in many class activities  r-\ ^ r~S 
35. I think that most teachers are really nice oersons  •• o o 0 
36. I would gladly stay after school to get the extra help I need in 
order to do better in my schoolwork  n n ^ 
37. I become frightened when a teacher calls on me in class  0 0 0 
38. I like to play games such as solving puzzles, riddles, or trick problems  0 O c- 
39. I can get other classmates to go along with my ideas  o O 0 
40. I feel that I belong to and am a part of what is happening in class  o 0 0 
41. I want to do well in school so that I can get a good job when I am older. . . 0 0 0 
42. I am upset when I have to talk in front of the class  O 0 o 
43. I like free reading periods because I can choose my own book  O O 0 
44. I do my schoolwork without any help  O O 0 
45. Teachers give tests that help me see what I have learned  O 0 0 
46. I am planning to go to college after high school  
/-N 
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I feel upset when I have to take a test  
I like to begin new schoolwork  
I am one of the fastest readers in class  
Teachers like what I say or do in school  
I am willing to work outside of class to do well on a hard lesson or project, 
I would be afraid to tell a teacher that he or she is wrong  
I can work well when I am alone  
I can solve problems faster than anyone else in class  
I want my teachers to like me  
I try to get the best grades possible  
I have trouble sleeping well the night before an important test  
I like finding new ways that save time in doing my schoolwork  
I get higher grades than anyone else in my class  
I think that what I study in school is important  
I check my classwork or answers to test questions to make sure I have 
made no mistakes  
It is hard for me to face my friends or family if I have made a low grade 
on my schoolwork ,  
I like to have teachers let me choose how I shall do some kinds of 
schoolwork  
I like to make suggestions to the teacher about what we might do in class. 
Most school rules make sense and are fair  
I like to do extra schoolwork for extra credit  
I worry a great deal that my score on a test will not be one of the highest 
in the class  
I talk to someone at home almost every day about what we are doing 
in school  




• • • O • • ■ 
ALWAYS 
OR 
SOMETIMES ALMOST ALWAYS 
o c o 
c c o 
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70. Teachers listen to my ideas. 0 
APPENDIX C 
Administrative Agreement 
This Administrative Agreement, between the School 
System Department of Research and Evaluation and the 
Researcher, represents a contract between the two parties as 
denoted by the detailed list of the rights and 
responsibilities of each listed in the November 2, 1990 
letter with approved conditions (see letter, condition 9, 
and notification of change letter).This contract remained in 
force for the 1990-1991 school year. 
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ATLANTA PUBLIC SCHOOLS 
Ccoanmont oi fl«s«aroi ana êvajuiuon 
21 a Prvor Sln*«c S.W. 
Atlanta. S*orqa XEZS 
Novemoer 2, 1990 
Mr. William £. Johnson, Counselor 
Slater Elementary School 
1320 Pryor Road, S. W. 
Atlanta, Georgia 3031S 
Dear Mr. Johnson: 
Your reouestto conduct research within the Atlanta Public Schools (APS) was 
reviewed ay the Researcn Screening Committee on Qctocer 30,1990. Your praoosed 
research study entitled “A Study of the Efficacy of Using Systemic Counseling with 
Elementary Slack Male Stucents" was approved under he following conaitions: 
1. The aopraval of Slater Elementary Schooi is required. Your study must be 
confined to only one school and to the students with whom you are 
currently working.. 
1. Students may partidoate in your study only on a voluntary basis. A letter of 
aocrovai signed by the parents of the students involved in your study must 
be on fiie at the scnooi oriorto beginning your researcn. 
3. The confidentiality of students, the school, and the school system must be 
preserved. 
4. The data collection foryour study should be completed by the end of the 
1990-91 school year. 
5. Since local and state testing programs require the administration of several 
norm-referenced ano cntenon-referenceo tests, the administration of the 
Wide Range Achievement Test as a part of your study cannot be allowed. 
You must use existing achievement test data and must report the scores 
blindly or aggregately in your study. 
5. Your “Administrative Agreement" form reserving the ngntsto publication 
cannot be honored. All puolicatians resulting from your study must be 
approved in advance by Or. Lester W. Sure, the Supenntendent of APS. 
7. Several projects are currently being imolemented in APS that deal with the 
3!ack male. You should contact Or. Willie Fosterto assure tnatyour study 
interfaces with similar projects now in progress. 
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Mr. William E. Johnson 
Page 2 November 2, 1990 
3. Your study must not interfere with the instructional program atthe school. 
No additional instructional time should be used for your study beyona the 
time limits of your ongoing counseling responsibilities. 
9. If changes are made in the research design orthe instruments used, you 
must notify the Department of Research and Evaluation prior to beginning 
your study. 
This letter serves as officiai notification of the approval of your proposed 
research study pending the above conditions. Remember that a copy of the results 
of your completed research study snould be submitted to the Department of 
Research and Evaluation. Please do not hesitate to contact me at 827-3186 if ! can be 
of further assistance. 
Sincerely, 
Nancy J. Emmons 
Research Assistant 
NJEibl 
xc: Mrs. LaMarian Hayes-Wallace 
Mr. Wayne S. Jack 
Dr. Willie Foster 
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May 17, 1991 
To : Ms. Nancy J. Emmons 
Research Assistant 
From : Mr. William E. Johnson 
Guidance Counselor 
Subject : Notification of research design and instruments 
change for the proposed study "A Study of the 
Efficacy of using Systemic Counseling with Elemen¬ 
tary Black Male Students". 
The new research design is descriptive research and the 
instruments that will used are enclosed. Therefore, the 
new title is "An Investigation of a Select Group of 
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